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Abstract 
Language accommodations are crucial in countries based on immigration for survival. After my involvement in Ministry of 
Education sponsored research to update programs and implement change, I was interested in finding out what follow-up steps 
were taken by the Ministry. In this article I report the results of document analysis to identify, in subsequent documents, the
impact of changes recommended in my Ministry sponsored study for their possible effectiveness on the integration of newcomers. 
The most significant contributions are a more holistic approach to language development, modified teaching outcomes and a 
pedagogical orientation around cultural insertion. 
© 2011 Published by Elsevier Ltd. Selection and/or peer-review under responsibility of  Dr. Zafer Bekirogullari of Cognitive – Counselling, 
Research & Conference Services C-crcs. 
Keywords: modified language expectations; programme accommodations for newcomers; teachers’ awareness-raising; school success 
strategies;
1. Introduction 
1.1. Situational context 
During student interactions, contact between different cultural groups potentially produces conflict. Negotiation is 
often necessary for positive outcomes. The question becomes how to manage acculturation strategies, behavioural 
changes, and acculturative stress. Berry (2005) puts forth that groups and individuals ‘acculturalize’ differently, 
using a variety of strategies: integration, assimilation, separation, and marginalization. These four strategies involve 
both attitudes (thoughts and preferences) and behaviours (actual activities).  There are differences in the amount of 
stress people experience in the acculturation process and how well they manage psychological and socio-cultural 
adaptation. Berry argues that groups and individuals pursuing the integration strategy are the least stressed and adapt 
better than those using other strategies. This strategy requires a great deal of negotiation, but results in the least 
amount of conflict. Berry suggests that acculturation can occur for a number of reasons (p. 699). Group 
acculturation results in changes to social structures, institutions, and cultural practices; individual acculturation 
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involves behavioural change. In either case, successful acculturation requires “mutual accommodation” (p. 699). It 
can be a time-consuming process. Over time, groups and individuals come to learn about each other’s languages, 
foods, forms of dress, and social interactions. These processes of culture shedding and culture learning can create 
conflict and stress as groups and individuals proceed at different rates and with different goals. 
Acculturation differs from culture change in that it generates change in both the dominant and non-dominant groups. 
In examining individual acculturation, Berry highlights the need to consider the psychological changes and 
behavioural shifts of individuals: “cultural shedding, culture learning, and cultural conflict…selective, accidental, or 
deliberate loss of behaviours” (p. 707). He suggests looking at patterns of speaking, dressing, eating and cultural 
identity, and patterns of stress “manifested by uncertainty, anxiety, and depression” (p. 702). He points out that 
adaptations can be both psychological (e.g. self-esteem) or socio-cultural (e.g. competence).  Zapf (1991) defines 
culture as a collection of behaviours and customs and a “network of shared meanings that are taken for granted as 
reality by those interacting within the network” (p. 105). Different cultural influences make people see things 
differently. When different cultures come into contact, the reality may not be shared, resulting in disorientation and 
misinterpretation. Zapf argues that conflicts will arise “related to differences in rules, meanings, and values” (p. 
106). 
To increase student learning in a second language class, it is suggested that one includes true current issues that 
appeal to them and motivate them to open to and search meanings held in other cultures, both in their personal 
quests as well as those concerning humanity in general, going beyond the learning proper of the language. Keeping 
in mind that teacher training also has to be improved, it is important to point out that teachers’ representations are a 
synthesis of their particular cultural background, the traditions and the history of the development of education 
science, pedagogy and second language didactics seen in their specific country. All the above factors play a role in 
shaping the language teacher. A good way to start is to look at social representation theories stemming from social 
psychology (Jodelet, 1991; Moscovici, 1961; Trognon & Larrue, 1988). 
Each individual carries characteristics of the diversity attached to belonging to multiple cultural contexts and thus 
needs to learn to manage all the inherent crossovers (Porcher, 1998; Serre, 1991). In institutions like schools, the 
cultural origins of families bring different shades to interactions between students. For teachers, the implications are 
the responsibility to handle this complexity, seen differently by each student and taken in differently by each class or 
group (Le Moigne, 1999; Morin, 2001, 2005). This implies making sense of a vast variety of representations of the 
role of school, learning modalities, the verbal and non-verbal behaviours expected in class. In addition, these 
representations are influenced by underlying value systems bound to the student’s environment and key in the 
student’s identity construction. The role of the teacher is then also to raise the awareness of these elements, often 
implicitly held. Added to the complex task of managing such elements, the teacher also needs to build bridges to 
help students make sense of things through mediating and understanding in order for new learning to make sense 
and allow for individual transformation through learning according to Mezirow (2001) and Bezille (2002). Taking 
into consideration this vast array of aspects is only possible if the instructor is also aware of personal ways of 
functioning when making behavioural choices and during transformations and has developed the awareness of 
underlying value systems. 
1.2. Background for the study    
With a declining local population, the Canadian government counts on immigration for the sustainability of the 
country. Immigration is ever-increasing and fast-paced changes allow accommodating very diverse student groups. 
As an officially bilingual country, with both French and English as the recognized languages for schooling, 
newcomers to Canada, regardless of their country of origin, have to enrol their children in either a French speaking 
or an English speaking school. Provincial Ministries of Education undertake constant reviews, implement new 
policies and propose guidelines through the publication and regular dissemination of documents based on province-
wide consultations and specific research projects. Nonetheless in the past, despite genuine efforts in the province of 
Ontario, the welcoming and integration policies put in place for newcomers to the country had not received enough 
reinforcement in French schools until the document entitled, A Cultural Approach to Teaching for an Appropriation 
of Culture in French Language Schools in Ontario: Orientation and intervention framework (Our translation, 
2009a) was published. In order to ensure uniformity in practices, it was recommended that adequate resources and 
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on-going in-servicing for the personnel in those sectors was to be given the much needed support as suggested in my 
study (Myers, 2006) and four further Ministry documents ensued. 
 One major question that arose relates to why French speaking newcomers to Canada and more specifically to the 
province of Ontario, a predominantly English speaking province that also has a French speaking population, the 
Franco-Ontarians, do not choose to be schooled in French. Canadian Immigration and Citizenship regulations 
include, in the case of Ontario, a recommended increase of speakers of French from 8% to 13% by the year 2012.  
There are obvious difficulties around maintaining a second language (Ministry of Education, 1993) when French is 
competing with another regional dialect or minority language as is the case for many newcomers. We addressed this 
issue in a Ministry of Education sponsored study (Myers, 2006) and as a follow-up, a number of measures were 
recommended by the Ministry in new documents (Ministère de l’Éducation de l’Ontario, 2009a, 2009b, 2010a, 
2010b, 2010c) with the intent to correct some identified shortcomings, as well as implement change.  
1.3. Documents analyzed
 In 2009 and 2010 the Ministry published a number of documents describing measures for implementation that are 
possibly stemming directly from recommendations made in Myers (2006). The results of the analysis of data 
collected in a questionnaire administered to all French first language (FL1) School Councils on French first 
language (FL1) newcomers covering the four previous years were presented along with recommendations and 
suggestions for further areas to be investigated. Although these measures do not refer directly, in the more recent 
documents, to the 2006 study addressing specific concerns around the welcoming and integration of French 
speaking newcomers to FL1 language schools in Ontario, many of the problematic issues mentioned and solutions to 
almost all major problems that had been identified in the Myers study are specifically addressed. The 2009a 
document mentioned above presents an orientation and intervention framework for the cultural approach to 
teaching. The four additional documents that came under scrutiny were the document entitled Admission, welcoming 
and retention of pupils in Ontario French language schools (our translation) (Ministère de l’Éducation, 2009b), the 
one entitled Support Programme for newcomers (our translation) (Ministère de l’Éducation, 2010a) and two 
curriculum documents (Ministère de l’Éducation 2010b, 2010c) respectively entitled Ontario Curriculum from 
grade 1 to grade 8, Linguistic upgrading in French (our translation) and Ontario Curriculum from grade 9 to 12,
Linguistic upgrading in French (our translation). In the present article, we report on an analysis of how the 
outcomes of the recommendations in the 2006 research report have been acted upon in the 2009a, the 2009b and the 
2010a, 2010b and 2010c documents mentioned above, by conducting a contrastive analysis of major points in the 
six texts. As mentioned above, the 2009a document introduces a cultural approach to teaching. The 2009b document 
outlines foundations, directives and strategies in a more focused way including examples of best practices as well as 
tables describing the precise roles to be played by key stakeholders. In the 2010a document, further exemplification 
is provided, starting with a contextualization, followed by the specifics for programming and assessment, outlining 
precise strategies to meet precise needs. This is followed by exemplars to guide teachers and programme developers 
for topics in oral communication, reading, writing and initiation to Canadian society. The 2010b and 2010c 
curriculum documents provide curriculum instructions, detailing every step for practice. These curriculum 
documents by the Ministry of Education (2010b, 2010c) provide a further illustration of how much care was taken to 
implement all the steps delineated in the previous documents.
2. Results 
The analysis shows that the implementation guidelines are extremely detailed and appear to be totally in line with 
what is expected in the context of today’s theoretical thinking for curriculum adaptation in intercultural contexts. 
Incentives in place for bilingual newcomers into schools might favour either a bilingual or a French education over 
the previous seemingly automatic choice for English speaking schools which was at the root of the problem of low 
enrolment in French speaking schools. On-going dialogue between teacher and student, leading to a meeting of 
minds in communities of practice (Lave & Wenger, 1991; Wenger, 1998) appears to be the underlying thread in 
bringing important cultural perspectives into play and a number of aspects of this research help shed additional light 
on some important issues around situated cognition. For the benefit of all concerned, sustained collective 
sponsorship is required for social and economic insertions in addition to classroom activity. As more newcomers are 
directed to more non-urban contexts, it was identified that stronger networks were needed to enhance the dynamics 
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in French speaking communities and attract French speaking newcomers to these non-urban French (FL1) speaking 
schools.
We regrouped the detailed information obtained and identified four major categories under the following emerging 
themes either directly or indirectly connected to teacher practices: extending the breadth of networking with 
language as the underlying common thread used to cross over ethnic plurality, facilitating acceptance of difference 
and supporting diverse identities and recognizing diverse contexts by finding common ground through focused 
school support and making the curriculum user-friendly. These headings were in turn subdivided into subheadings. 
2.1. Teachers’ roles in extending the breadth of networking  
The difficulties lie within the disconnection between newcomers’ habitual ways of living and those of local 
community participants. The tendency exists to continue to live like in the old country, within the familiar structures 
and postpone confronting the new unfamiliar environment as long as possible. Two main ideas are proposed to ease 
newcomers’ integration. First, familiarizing them with computer technologies to allow them to re-establish 
connections with the ‘world’ they left behind and second, planning an integration process into the new surroundings, 
to include them in the weaving of the local social fabric. Two actions are deemed to be helpful namely, maintaining 
and expanding contacts and use of the Internet, and leaving little to chance from the start by setting-up a community 
framework. 
2.1.1. Maintaining and expanding contacts and use of  the Internet
According to Myers (2006) communication through the media should be encouraged for distributed participation. 
Cultural organizations and media entrepreneurs of the French culture should be supported and access to their 
information promoted. Websites are mentioned in the 2009a study as a source for providing support and the much 
needed information for newcomers with access to postings on the Web. A very positive support system appeared to 
be in place in many school contexts in 2006, with a lot of information stored on school websites for students, 
however, it was suggested that this required expansion and was to be made available to all interested persons, and 
not only to young people. As socialization appears to be taking off via the Internet, autonomous learning and growth 
are also being fostered through the use of media. A cautionary note in the 2006 report points to why such learning is 
not sought by either parents or teachers in the 2009a document with suggestions for remediation in the form of more 
support and familiarization with computers for these groups. Some teachers can play key roles in this endeavour. 
Media and the Internet are means to sharpen one’s hearing with audio channels and provide a chance for a better 
grasp of the language through its daily use. In the 2009a document a recommendation is made that both at the family 
and school levels, persons become technology savvy enough to include their voices in such on line cultural 
developments (p.14). This statement in the 2009a report is in line with a recommendation made in the 2006 report. 
The dynamics of cultural identity formation are also acknowledged (p.29) including a worldview (p.5) thanks to 
openness to the world provided by the media, again in line with the early research report. 
The 2009b document combines connectivity in a sharing of responsibilities by school councils and school 
administrations. Schools are asked to keep in mind ‘regional realities’ (p.3) and also take into account the greater 
Canadian context such as the Canadian Constitution and The Education Law, while giving an overall message of 
inclusivity.  Moreover at the micro level the suggestion of having newcomers’ parents network, of encouraging 
school community partnerships and of fostering community projects further supports recommendations made by 
Myers (2006).  
As stated in the 2009b document, connections with world problems, environmental education, creating a welcoming 
culture, using technologies, planning a career path, preparing a competency passport and experiential learning 
through cooperative education are all part of an all around experience (p.57), the schools are supposed to provide for 
newcomers, practices that no doubt will bear fruit.  
In the 2010a, 2010b and 2010c documents the specific points addressed above are given further consideration and 
great care is taken to give more specific helpful details. 
2.1.2. Teachers helping to set-up a community support framework 
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As the need was felt for individualization in terms of particular needs, general support was not considered sufficient. 
What was required was directed support according to the specialists and for such types of support only trained 
personnel was deemed to be effective (Garcia & Guerra, 2004; Lynch & Hanson, 1992). Myers (2006) 
recommended intercultural awareness training for all school personnel as a lack of cultural awareness in school 
personnel had been identified as a major weakness. In addition to helping the students in schools, family support 
was considered to be of utmost importance, as it had been identified by a number of researchers on immigration 
(Gibson, 1998; Jandt, 2004; Myers, 2006). The 2009b document (Ministère de l’Éducation de l’Ontario, 2009b) 
specifically adds support personnel in addition to all other school personnel, has having a role to play in cultural 
support (p.5). The title (p.14) “For a concerted action of family, school and community” shows that point made in 
the 2006 study (Myers) as been reiterated as an on-going need. Mention is also made of ‘community partners’ as 
being key actors in the students’ cultural life (p.15) and this would not only include developing language, an aspect 
we take into consideration in the next section, but also workplace competencies. The importance of internalizing the 
collective culture in order to become an agent for change was also mentioned as if to correspond to identity and 
cultural measuring sticks (p.24), yet the concern addressed in the Myers report was only around facilitating 
successful integration and not going as far as assimilation in the local culture. Special programmes in cultural 
initiatives for community development are identified as being a key to the integration of Francophone culture and 
this includes giving newcomers responsibilities (p.59), which corresponds to suggestions made in the Myers report. 
This had been identified in the study as it appeared that the newcomers were not given responsibilities in the 
community and hence not represented. Again it is implied that teachers bear a responsibility in this. In the 2009b 
document (Ministère de l’Éducation de l’Ontario) school is mentioned as the glue bringing families and the 
community together in projects (p.5). In the 2010a document the major points made above are given further support 
with in addition mention made of teaching for safety and security (Ministère de l’Éducation de l’Ontario, 2010a, p. 
58a). In the curriculum documents (2010b; 2010c) further references are made to security and safety and tied more 
precisely to cooperative education courses which entail a workplace component. Safety and security are furthermore 
contextualized within different cultural backgrounds with mention made about feeling culturally safe, with an 
expressed need for alignment with Canadian expectations in these domains. 
2.1.3.Use of language as the underlying common thread  to cross over ethnic plurality 
This community support framework, the topic of the previous section, is seen as centering round the French 
language (2010a, p.5) in the Ministry document distributed in schools. Using connections with the French language 
as a reason to rally people from seemingly relatively connected origins for the culture in the creating of “a cultural 
history”.  
This could also be the needed excuse to lobby ‘francophiles’ back into the group they wish they belonged to, 
provide an opening or re-entry possibilities for people with French roots who had drifted away.  
The following theme was also identified as corresponding to teacher responsibilities namely, facilitating acceptance 
into the country and supporting diversity. 
2.2. Teachers facilitating acceptance of difference
Integration measures presently in place have been given a lot of thought and are progressive. However 2004 figures 
show a very small increase in additional numbers of newcomers to French-speaking schools. If the increase in 
numbers of French speakers was deemed to be so crucial according to Immigration Canada (CIC, 2004) and the 
Ontario Government (Official languages Support Programme, 2009), especially if this is about the survival of 
French schools, Canadian bilingualism and the building-up of French communities, the recommendation made 
(Myers, 2006) was to consider accepting all interested students regardless of whether their background is French or 
not, an affinity with the French language and culture being sufficient reason. Of course the socio-economic context 
of a region will impact on whether or not newcomers will be able to thrive, yet newcomers may be needed to 
support local community development. Because of the diversity of French origins in the newcomer population it was 
recommended that an expanded view of citizenship construction be created (Shweder, Minow, & Markus, 2002). An 
expanded dynamic was to be taken into consideration and school life was seen as allowing this to happen (Portes & 
Hao, 2002). In the new documents (Ministère de l’Éducation de l’Ontario, 2009b, 2010a, 2010b, 2010c) these points 
were made clear. Revitalizing the francophone community with newcomers is mentioned as well as the need to 
reflect on welcoming strategies along with the necessary tolerance of teachers towards language variation and 
varieties as a key strategy in 2009b specifically (p.18).  
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2.2.1. Diverse French identities 
Accepted identities in French schools are listed as diverse. A brief historical overview in the 2009a document 
delineates the composition of the Ontario francophone community including persons from Lower Canada (Québec) 
with over time additions from all over the world including Europe, the Antilles, Asia and Africa (p.11). As 
mentioned in the 2006 report (Myers), plurality is to be recognized and diverse knowledge bases integrated in the 
programmes have to be used as anchors for the study of contemporary pluralist francophone culture (p.15). A fair 
amount of detail is given around ‘acculturation’, with the view to increase the French speaking contingent. As well, 
the document is framed keeping in mind continued support in line with the language policy (Ministère de 
l’Éducation de l’Ontario, 2004, 2005) as suggested by Myers (2006), in that the following aspects were stressed, 
namely, students’ increased capacity to acquire communication competencies in order to maximize learning and 
identity formation, school personnel’s increased capacity to work in the minority context in order to support school 
learning and identity formation, school counsellors’ increased capacity to maintain and increase numbers in French. 
Related to these aspects is the way that roles are stressed in the 2009b and the 2010b and 2010c documents. The 
emphasis placed on the cultural approach to teaching in the 2010a document helps reinforce these notions as well 
with yet another duty for teachers. These documents show a good understanding of the related research (Brislin, 
2000; McLaren, 1995) 
2.2.2. Finding common ground through focused school support 
Not only was it considered to be of crucial importance to cater to each person as evidenced in the 2010a, 2010b and 
2010c documents, but further support reaches levels of refinement that might somewhat have been unexpected. The 
subtitle of the documents is “appuyer chaque élève” i.e ‘provide support to’ or ‘shouldering each pupil’ (our 
translation) appears as a leit-motiv throughout these documents, and the intention is indeed to provide the utmost 
level of care, and this at different stages. We report on these aspects below as regards taking into account the 
diversity of contexts, allowing for transitions, and making the curriculum user-friendly. 
2.3. Teachers’ responsibility in taking into account the diversity of contexts 
Differentiated and systematic practices were not only to be re-examined in light of the variability of individual 
contexts but also in terms of variety and variation in French language use (Myers, 2006). As well, English language 
classes were recommended for the newcomers who do not have the knowledge of English to help their integration in 
bilingual Canada. Newcomer parents’ initiation as regards the power they hold in the Canadian school system was 
suggested in Myers so as to empower them to make the same claims for their children as every other parent is now 
included in Ministry directives. In addition, it was recommended that a child whose French language skills are 
considered inadequate for schooling, but who has no knowledge of the other official language, was to be given the 
chance to be accepted in French school after upgrading his/her skills. A number of school boards had in the past 
used this excuse to deny certain newcomers access to their schools, whereas all children could attend English 
schools. In turn this reduced the potential increase in French speaking citizens in Canada. Myers (2006) 
recommended these new-comers be accepted in the community of French speakers in order to guarantee daily 
communicative use of the language in society with the provision that supplementary language support classes be 
made available as what exists in the context of ELD (English Language Development). Although a programme had 
existed for French language support, it required in the past that students be mostly taken out of classes. Myers also 
suggested increasing community activities to bring people together not necessarily tied to school: the 2009a 
document includes a recommendation that a large portion of community activities be connected to school life. This 
could have grave implications both for the persons concerned like the teachers with a heavy overload and the 
community.  In the school context proper, it was suggested that it is of utmost importance to develop learners’ 
motivation to work on observation, perception, participation, on analyzing experiences, on choosing or rejecting 
actions and to aim at developing initiative (2009b). The document stressed the needs just mentioned, as well as 
inclusion of newcomers in leadership roles (p.48) and also giving them responsibilities (p.59), a desirable outcome 
suggested by Myers. The 2010b and 2010c documents describe how increased language help is made available to all 
students and describes assessment practiced adapted to each specific student profile. 
A differentiated approach is also described as being part and parcel of assessment in the 2009a document with 
special categories including knowledge and understanding, thinking abilities, communicating and applying. For all 
the categories the descriptors included tend to emphasize strategy and skill learning rather than concentrating solely 
on language use.  As well the prescribed assignment for grades is divided between 70% for formative evaluation 
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with the remainder 30% to be attributed to summative evaluation for which it is specified that it need to be reflecting 
the results of either an exam, an activity carried out, an essay, any other product or a combination thereof. The 
2010b and 2010c documents outline very specific scenarios around 4 levels of courses (A, B, C, D) and a number of 
different paths across them as related to skills to be attained, thus offering a lot of flexibility. 
2.3.1. Allowing for transitions.  
In the 2010 documents this is advocated by combining differentiated pedagogy and providing a strong support 
network with in addition descriptions of the roles of the student, parents, teachers, school director and community 
partners. 
Transition considerations include programming issues starting with courses, with additional support programmes 
and the added possibility of half credit courses instead of the commonly known full credit ones thus allowing 
students to choose from a wider spread of course offerings. Explicit planning is included for these students with 
expectations, assessment rubrics and learning contents tied to planning until such students are able to benefit from 
regular programming. Specific processes are delineated as regards for instance oral communication with a 
differentiation between oral interaction and oral presentations. The approach to “new grammar’ is advocated with a 
concentration on speech acts and language texts. 
As concerns reporting achievements, special measures are recommended for students experiencing difficulties in 
order to allow newcomers an easier transition. Seven major guiding principles are stated, including success for all, 
flexibility in course work and support with adaptations for individual needs, keeping in line with best teaching 
practices, with teachers key roles to be played for literacy and numeracy, with a regard to each learner’s individual 
style, necessary community support to create a favourable learning climate for special needs learners and the 
recognition that each student is a unique person (2010a, p.46). 
2.3.2. Making the curriculum user-friendly 
The curriculum documents contain a wealth of information concerning language accommodations to be made to 
support newcomers. They are no longer disconnected from regular programmes and penalized for their uneven 
knowledge of the language of instruction, instead language development is seen as spanning a number of years and 
is to be considered as separate from achievement in subject content. Teachers and other school personnel are 
reminded of the great demands placed on newcomers and to exercise all needed consideration and make exceptions 
through a differentiated way of articulating the curriculum. The following competences are assessed “in a balanced 
way” (Ministère de l’Éducation, 2010c, p.37): knowledge and comprehension, thinking capacities, communication, 
and putting into use (application). Very detailed grids are given with descriptors for each rubric (pp. 38-39). A 
paragraph is describing the intent behind the new grammar approach, starting from text and context, corresponding 
to a more functional approach which is also more meaningful. The contextualization of the grammatical approach 
around language in use is said to be based on research, yet it still mentions language structures with the minimum 
unit being the sentence rather than language functions. Hopefully teachers used to the more traditional approach will 
be trained in this regard as it demands a solid basis in the knowledge of the functioning of language in order for the 
teacher to give explanations on the spot when requested. As if to make up for a lack of such knowledge the 
recommendation is made to use text treatment software as well as other tools and resources, and it appears the 
learner is made responsible for the quality of the language he/she uses. 
Most interesting is the layout of processes in tables and this according to four areas: oral communication processes 
in interactions, oral communication for presentations, reading processes, writing processes. Three treatment 
categories are outlined, ‘skimming’, ‘detailed teaching’ and ‘further application’ in the case of oral communication; 
meaning-making, analysis and expansion as concerns reading; writing, improving upon text and expansion as 
regards writing. For the teaching of these processes teachers are to adapt them to the school clientele according to 
four course levels A, B, C and D. 
Added flexibility comes in the form of new half courses to allow pupils more choices across subject contents. There 
also appears to be a grading in level of difficulty. The texts to be used as the basis for teaching/learning include very 
different genres, spanning from literature and poetry to documentaries, technical and administrative writing, news 
reports and report writing (pp.26-31). Everything appears to be much more anchored in real life. 
3. Conclusion                                                                                                                                                             
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As is obvious from the analysis of the documents many practices delineated imply a very strong orientation to the 
easing of integration of newcomers. The most significant contributions are a more holistic approach to language 
development, modified teaching outcomes for diverse students and a pedagogical orientation around cultural 
insertion. Teachers definitely have a role to play in the integration of newcomers and the new Ministry documents 
delineate specific expectations for improved practices.  
As regards networking, a strategy crucial for cultural insertion, the danger exists for newcomers, who probably feel 
overwhelmed by the newness of situations, to place themselves in sheltered situations, distancing themselves from 
local communities and thus postponing their familiarization with other ways of being. This action could place them 
behind for quite a while, slowing down new learning, especially as concerns their need to internalize the collective 
culture. Because of their possible disconnection teacher actions to encourage them to network, to get in touch with 
culturally similar others through the Internet at their own time will prove most beneficial. In such situations, the 
objective to put forth a “concerted action of family, school and community” cannot be met, if the whole family is 
not involved. The newcomers who do not make themselves visible in the community cannot be given 
responsibilities nor are they represented. This is problematic in other ways because it is implicit for parents in 
Canada to support what is taught in school and there need to be contacts with the school and the child’s teachers in 
order for the teachers to tailor a child’s programme to specific needs. Important information such as the above is 
also shared through home–school networks especially the ones that are put in place for newcomer support and 
including homework support and connectivity between parents of same grade pupils. Teachers’ roles in extending 
the networking are fully described in the Ministry directives and are of prime importance. 
An aspect that is stressed a great deal is relative to identity formation and to the atmosphere that classrooms provide 
with respect shown for cultural diversity and language variation. Roles of teachers include “role-model, transmitter 
and cultural mediator” (2010c, p.7). Throughout the latest documents consciousness-raising for teachers appears to 
be of paramount importance. Comments reflect difficulties newcomers experience such as, tiring more quickly when 
working in another language, the lack of awareness in schools of the need of bridging programmes, a lack of 
continuity between the elementary and secondary programmes in language support. The greatest gain appears to be 
the total openness of the admissions process. Indeed, nowhere is mention made that a student could actually not be 
admitted into French speaking programmes. Teachers’ positive practices and awareness-raising in this area will play 
a determinant role in newcomers’ successful integration.  
School is the place where identity construction will take shape. Throughout the documents this is suggested as a 
responsibility of teachers and schools. The idea that teacher voice is influencing decisions might threaten freedom of 
choice. In addition, the 2009a document pays little attention to contextual aspects in communication and 
acculturation. In connection with community and building a support framework, there seems to be a 
recommendation for a concerted effort involving everyone around a community, yet the school always appears as 
the controlling institution with specific attention given to language, i.e. the school variety of language. Nevertheless 
in contrast, accents, diverse language varieties, creoles are also part of maintaining Francophone identity as well as 
all the traditions and practices of a culture, these are be considered by teachers as additional and not to be replaced. 
The interwoven action between family, school and community, favouring the coming together of persons sounds 
laudable except for the fact that everything appears to have to be turning around school, with possibly too much 
control and not enough independent community organization initiatives. 
Contextual adaptability to diversity makes teachers key players for the welcoming of newcomers. As regards the 
user-friendliness of school programs, it only comes with parents’ involvement in school life, in order for them to 
understand the options available. Teachers’ roles are of paramount importance in guiding newcomers.  If not well 
advised newcomers might be directed more to professional activity rather than expecting a high level of academic 
achievement which would place them into the university stream, because of lagging in language skills. If not caught 
on time, the guise of a tolerant attitude to language accommodation might cause brilliant young newcomers to be 
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relegated to the workplace rather than being directed to furthering their studies. The added emphasis on a whole 
language approach attitude will certainly impact teachers and allow for more flexibility. 
The mechanisms to be put into motion appear at times to aim for too much too quickly, which might deter some 
newcomers from part-taking at their own pace and based on their personal needs. Unfortunately this might also 
greatly affect teacher practices and deter them from obtaining the level of results deserved in light of the great 
efforts they put forth.
New Ministry recommendations also alleviate teachers’ responsibilities to enable them to devote more time to give 
individual support. In this respect the transitioning programmes available and exemption from provincial testing, 
until such time as students feel ready, are two significant steps forward. The latter takes a huge load off the school 
and could account for a large part in the great improvement into welcoming newcomers through improved practices. 
Feedback from newcomer groups is certainly needed in order to find out how effective all the measures intended to 
correct gaps actually are, and how helpful teachers’ improved practices are in the face of adversity. Fortunately 
more specific details in the 2009b, 2010a, 2010b and 2010c documents are covering most areas lacking in detail in 
the 2009a document. 
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